proposed model for the effective development of on-line communication and collaboration between student suggests that on-line socialisation forms an early and important component of establishing required levels of comfort and skill. In this paper we review research with Chinese learners that suggests that some adjustments to Salmon's model may be advisable for these students. Specifically, the model is redeveloped to provide a more structured experience, and to use that structure to develop online skills, such that comfortable socialisation is seen as an end-point rather than as an early enabler.
INTRODUCTION
Australian higher education institutions enrol considerable numbers of students each year in distance education programs that are provided by the host institution to students in their home country. In the vocational training sector there is a growing similar involvement. Both sectors of Australian postsecondary education and training are also selling specialised education and training programs to individuals and enterprises throughout Asia.
There has been considerable recognition at individual, institutional, and government levels in Australia that it is not adequate to simply provide programs into different cultures without acknowledging cultural and learning differences, and without enacting that acknowledgement through program re-development. At the individual level, as Baron (1998) exemplifies, instructors take actions to accommodate the needs of students of different cultures in their provision of distance programs. There is also a considerable amount of research and experiential literature available to support teaching staff in their provision of effective and sensitive teaching to client groups of different cultural origins (Ballard & Clanchy, 1997; Biggs, 1997; P. Smith & S. Smith, 1999a , 1999b ; S. Smith & P. Smith, 2000) . At an institutional level the University of South Australia and Deakin University are not unusual in their development of expertise in the design and delivery of distance learning courses to internationally based students; while at the government level the report by Cunningham et al (1997) represents a sophisticated attempt towards developing policy and practice. In the vocational training sector, the National Centre for Vocational Education Research has funded research into the effective delivery of vocational programs to international students (eg Smith & Smith, 1999a; Hobart, 1999) .
PREVIOUS RESEARCH FINDINGS
Over the last few years interest has increased in research focussing on the provision of distance education programs to identifiable clienteles. Jegede (1999) observed that knowledge of clientele is becoming a major issue facing distance education, while Calder (2000) has echoed this view and pointed to its importance in terms of service to students. She also has pointed to the increasing sophistication in clientbased research.
With the more recent interest in the provision of learning programs on-line, Leask (2000) 
has observed
While some on-line courses are designed specifically for particular target groups, those that are offered 'world-wide' can potentially have very diverse student populations who will not be immersed in Australian culture and the Western academic tradition…..the assumptions that we make in relation to the availability of support resources may no longer be valid (Leask, 2000, p.4) .
A similar caution was voiced by Cunningham et al (1997, p.123 ) when they quoted a European source in their research as saying 'a global course is not possible, but global course material can be developed that can then be used locally, adapted to local circumstance'. Similar comment was made by an Asian respondent in the Cunningham et al research.
Apart from the issues of course design and content sensitivity towards different cultural groups, there is evidence of different forms of learning approaches, and learning strategies. Smith, Miller and Crassini (1998) showed that the approaches to learning of Chinese students, as measured by Entwistle and Ramsden's (1983) Approaches to Studying Inventory had some similarities with equivalent Australian students, but also some very significant differences. In summary, their findings lend support to Biggs (1990 Biggs ( , 1991 Biggs ( , 1992 argument that Chinese students are not surface/rote learners, and to Kember and Gow's (1990) identification of a meaning orientation among Chinese students. Also indicated by Smith et al is that anxiousness over a fear of failure among Chinese students is associated with surface learning behaviours, while the Efficiency Orientation identified in their research indicates that Chinese students are strategic in their selection of what to study, motivated by success in academic results. The Smith, Miller and Crassini paper focussed on students of Confucian Heritage Cultures (CHC) and was critical of research that sampled across different cultures as though those cultures were homogeneous. Later work by Smith and Smith (1999b) also focussed specifically on distance education provision for CHC students and showed that the design of distance learning programs for these students can include demands for deep processing, and the provision of strategies for collecting and using evidence, contrary to the stereotype of them as surface and syllabus-bound learners. They also noted a need for support in the effective organisation of study, and the development of conceptual frameworks.
The development of knowledge and understanding within conceptual frameworks, it is argued by the constructivists (eg von Glasersfeld, 1987 ) is an ongoing interpretive process which is reinforced by past and ongoing experiences. As Rogoff (1995) has argued, the appropriation of knowledge and understanding is not just the internalisation of externally derived stimuli but rather the individual's construction of those stimuli. Individuals collaboratively construct a common grounding of beliefs, meaning and understandings that they share in activity (Pea, 1993 ) through a culture, or community, of practice (Lave & Wenger, 1991) . As Stacey (1996 Stacey ( , 1998 has argued, these constructions depend largely on a socio-cultural and communicative context for their development.
The earlier work by P. Smith and S. Smith (1999a; 1999b) , S. Smith and P. Smith (2000) and S. did not focus on the particular issues of on-line learning, nor on student support through computermediated communication (CMC) even though it is through those technologies that the socio-cultural processes of constructiviusm can be enhanced. Baron's (1998) work, though, represents action research in progress during the development and delivery of a Bachelor of Business Administration via the Internet into Singapore. Baron describes how these developments have taken into account the findings from the literature on Confucian Heritage Culture (CHC). In parallel to the delivery of the program, Baron has been identifying and recording the learning behaviour of the students, and their use of the various on-line features available through the program. Students in that program have access to an announcement area for lecturers and administrators, a forum providing thematic discussion, an open chat room, and a private chat facility. Although the program provided study group formation to reflect the collaborative learning behaviour that may be expected in a collectivist culture such as CHC, findings were that these study groups were not widely used, with the students preferring the lecture format provided through the on-line subjects.
While the announcements area was well used, along with the on-line subjects and the resources, the chat facilities were not frequently visited, although Baron detected a growing usage. There is a clear connection here between Baron's findings and those of Smith, Miller and Crassini (1998) and Smith and Smith (1999b) . Chat rooms by their nature are largely unstructured, and do not clearly lead to enhanced assessment outcomes. Accordingly, they are probably not seen as other than fairly superfluous activity to Chinese learners.
THE POTENTIAL FOR COLLABORATIVE LEARNING THROUGH CMC
Computer-mediated communication allows opportunity for the development of networks to support learning in social contexts, and a capacity to overcome what Garrison (1995, p.138 ) has called 'naïve constructivism', where learning materials are provided to students and they are expected to construct meaning on their own. Trentin (1999) has argued that the power of new communication systems lies in the potential to support collaborative education, defined as the linking together and merging of the various participants in an education activity, such as teachers, students, or external parties such as consultants or other experts. In reviewing a number of definitions of collaborative learning, Trentin is anxious to point out that the concept rests on the constructivist view that knowledge is not something delivered to students, but rather it emerges from active dialogue.
The conceptualisation of CMC used in this paper is that discussed by Stacey (1998) and characterised by groupware systems (eg FirstClass*) that enable learners to interact with other learners, with their instructors, and with other experts who may be external to the teaching-learning environment. That conceptualisation of CMC is consistent with Trentin's notions of collaborative learning. Stacey's research (1996 Stacey's research ( ,1998 has shown the importance of technology to support group collaboration in learning. Her discussion of technologically mediated learning from a social constructivist perspective has focused on interactive on-line group discussion as central to the learners' effective construction of new conceptual understandings. Stacey 's research into CMC has found that, in the social context of group interaction, the collaborative group develops a consensus of knowledge through communicating different perspectives, receiving feedback from other students and teachers and discussing ideas, until understanding is reached. The social conversation provides the learner with a context and stimulus for thought construction and learning which is the means by which the group contributes more to each learners' understanding than they are able to do individually. Salmon (2000) has proposed a five-stage model whereby participants gradually increase their involvement in, and commitment to, CMC as they become more comfortable and proficient with the environment. As the stages progress, so does the sophistication of the interaction and the learning outcomes. These five stages are:
• Access and motivation, during which participants set up and gain access, and instructors (or emoderators) encourage participant use of the CMC facility;
• On-line socialisation, during which stage participants start to communicate with each other, both individually and in groups, with the majority of interchange being social chit-chat; • Information exchange, during which participants begin to develop an appreciation of what is available to them on-line, both in terms of information and interaction with others who can assist them in learning;
• Knowledge construction is a stage during which participants interact in 'more exposed and participative ways' (Salmon, 2000, p.32) to formulate and express their ideas, and receive feedback on those ideas; • Development is the fifth stage, during which participants become more responsible for their own learning and make use of computer-mediated opportunities to learn with little assistance required from instructors, other than when identified by the learner. As Salmon observes, at this stage the pursuits of learners become more individualised.
Reflection on this staged model and the network-based collaborative model proposed by Trentin (1999) provides for some clear direction in the use of CMC to support distance education. The Salmon staged model provides opportunity here for learners to develop greater comfort with this form of communication by initially using it for non-challenging forms and content in communication, and for leveraging off the learners' typical interest in socially mediated environments. Consistent with this is the Riding and Sadler- Smith (1997) observation that the development of new strategies for learning can be powerfully leveraged off existing strategies with which learners are already comfortable. Salmon's notion of the e-moderator also provides an opportunity to develop these skills through a very skilled moderator who may not just be assisting learners to communicate well in CMC, but may also assist instructors. While Salmon's (2000) model forms an excellent conceptualisation of the processes leading to effective use of CMC for collaborative learning, it is argued here that the model requires some readjustment to suit Chinese learners, on the basis of the characteristics of those learners identified by research reviewed in this paper. The specific issues of concern here are the needs among these learners for considerable structure, a reticence to become involved in unstructured and undirected computer-mediated conversation, and a strategic approach to their learning that is associated with successful assessment outcomes. Additionally, the association between a fear of failure and surface learning approaches would indicate there is value in developing student confidence to lower the fear of failure. Baker and Dillon (1999) , for example, have provided evidence for an increase in student confidence as a function of technologically mediated peer collaboration and support.
REDEVELOPING SALMON'S MODEL FOR CHINESE LEARNERS
The difficulty with the model as it stands, for Chinese learners, is the positioning of on-line socialisation as an early stage of the process, and the leveraging off that socialisation for development into the later stages of the model. It is proposed here that on-line socialisation cannot be relied upon with Chinese learners to provide the platform of comfortable communication and that, rather than being established as an early stage in the process, this form of socialisation needs to be developed as an ongoing process within a structure and a purpose that is connected to the program of study. On-line socialisation, it is argued, needs to be developed through other parts of the process, and comfort with that form of communication viewed as an endpoint to the process, rather than as an early and enabling stage.
P. and Smith and Sadler-Smith (2001) have developed a set of strategies to assist learners to develop self-directed learning skills through the use of CMC in the workplace. It is worth capturing some of those strategies before discussing in more detail the re-developed Salmon model. The strategies include:
• Assistance to learners in identifying their personal learning goals, and their plan of action to achieve those goals • Assistance in identifying how the assessment in the learning program can be approached to achieve the required outcomes, but also can be used to achieve more personal learning goals;
• Assistance in the identification of resources;
• Assistance in developing a structured approach to learning, and to achieving desired outcomes;
• Working with learners to assist them to monitor their own learning as it progresses;
• Discussing with learners on a regular basis their achievement against their goals; • Encouragement of cognitive and metacognitive skills such as question asking, learning strategy planning and analysis, identification and use of learning resources, articulation of knowledge and ideas.
Our suggested modification to the Salmon model is shown in Figure 1 
Stage 1 -Access and motivation
It is during this stage that Salmon suggests participants are setting up and gaining access, and instructors (or e-moderators) encourage participant use of the CMC facility. We agree with this, but suggest that the encouragement to use the facility be developed through the structured provision of information on the value of CMC to the particular learning program, and the achievement of its assessment goals. Here the instructor may set a number of tasks that the learner will need to pursue through CMC, and also provide detailed information on how this should be achieved. The encouragement of student questions about this information begins the process of on-line socialisation, at least with the instructor or the e-moderator.
Stage 2 -Information exchange
Note that in our redevelopment of the model, we have placed this as the second stage, and we argue that it is probably the most crucial stage for Chinese learners. The instructor would provide detailed information on what is available on-line, and how learners can use it, and are expected to use what is available. This information needs to be closely connected to the structure and content of the learning program, and indicate how the on-line facility and information should be used to achieve assessment outcomes.
Also at this stage there is value in requiring participants to provide a snapshot of themselves, organised under a set of headings, as well as an indication of their motivation for joining the program, and what each expects to achieve from it. From that information, the instructor might begin to facilitate exchanges between learners through suggesting how the positioning of each learner and their individual knowledge and experience can be used to enrich the networking experience of each member of the learner group. The development of networking through this structured approach may be facilitated further by the instructor by asking questions of individual participants such as 'How do you believe the knowledge and experience of (name of another participant) can be useful to us in this learning unit?'.
Beginning to invoke some of the strategies identified by P. and Smith and Sadler-Smith (2001) , associated with assisting learners to organise their learning and to monitor it, can be useful as part 
Knowledge construction
Online socialisation Development of a structured approach to information exchange. Additionally, student development of these strategies at this point will be valuable to them in providing a structure for the knowledge construction stage.
Stage 3 -Knowledge construction
As Salmon has argued, it is at this stage that participants interact in more open and sharing ways to articulate their ideas and receive feedback. This needs to be well-structured, with specific issues for discussion, and the instructor seeking input from particular learners by actually calling on them by name for their input. This structure and response requirement will assist in reducing the likelihood of trivialisation of exchanges (Klemm & Snell, 1995) that can occur when there is little direction, and also begin to overcome reticence to join the discussion. Connection of these issues to the content of the learning program is essential here, and it is advisable to ensure that the issues connect also to assessment for these strategic learners. Reference to the other facilities available on-line (eg. library databases, websites, etc) will enhance this exchange.
Stage 4 -Ongoing development and socialisation
Salmon envisages this stage to be one where learners become more responsible for their own learning, and make use of computer mediation to learn with little instructor assistance. In other words, they are becoming more self-directed. In our model we see this in much the same way, except that we suggest that the development be leveraged off the strategies implemented in the previous two stages of the model, such that during the ongoing development stage students are becoming more self-directed and discussion becomes more student-led. We also see that an important component of ongoing development is the sustaining of the on-line socialisation processes that were developed through the first three stages of the model.
CONCLUSION
The model presented here suggests that the development of effective computer-mediated communication for Chinese distance learners may be best based on a view that on-line socialisation and engagement with other students is best pursued through the structure available in the content and design of the program of learning being undertaken. To that end, it is suggested, on-line socialisation must be viewed as an outcome of a program, not as an early enabler for CMC success. Similarly, strategies used to develop greater levels of self-directed learning and resultant rich on-line exchanges between students can also be developed through the program structure and assessment requirements. That redevelopment of Salmon's (2000) model, it has been argued, provides for a set of on-line learning development strategies that are better suited to the characteristics of Chinese learners identified through the literature.
It is also arguable that, together with the on-line socialisation process, the development stage may also be integrated into the knowledge construction such that it too proceeds as part of the ongoing process. For some groups of learners the development stage may be integrated into the knowledge construction stage. A practical consideration here, though, is the ratio of learners to instructors. Where the instructor has a large number of learners to service, the integration of these two stages may be difficult to support.
Finally, in this paper we have largely interchanged the instructor and the e-moderator in what we have said. Salmon has suggested that the e-moderator is a most useful role where the instructor is relatively inexperienced in developing student on-line experiences. Additionally, in on-line contexts where there may be more than one instructor, the e-moderator again can play an important coordinating and linking role. We suggest these to be the two circumstances where the inclusion of an e-moderator who is not the instructor is likely to be of most benefit.
